This study undertook a five-month quantitative investigation into the ways in which a "lived-in" model to teacher education supported the learning of thirty-nine 10th grade students. For over sixteen weeks, forty-six teacher candidates across two subject areas (Social Studies and Language Arts) mentored, tutored, and taught two periods of 10th grade high school students. Under the supervision of their methods professor and a cooperating teacher, teacher candidates planned and implemented rigorous and individualized instructional units. In order to better understand any relationship between 10th graders receiving treatment under this model (n = 39) and their academic performance, all 10th grade students (n = 236) were surveyed three times throughout the semester. Furthermore, the beginning and end of semester GPA of all 10th grade students were monitored. Findings include 10th graders participating in the "lived-in model" demonstrating statistically significant gains in attitudes toward school and improved academic progress when compared with those 10th graders not participating. Implications of these findings are discussed in relation to teacher preparation programs partnering with area schools to better meet the needs of both teacher candidates and secondary students.
Introduction
As high school teachers and as university instructors, we have witnessed and How to cite this paper: Maguth, B. M., & Daviso, A. W. (2018) . A "Lived-In Model" to Teacher Education: The Impact of Embedding Pre-Service Teacher Education on even been complicit in teacher preparation programs being a part of the problem rather than the solution in helping PK-12 educators and administrators meet the needs of learners. This involves instructors and university field placement officers engaging in a mad rush to place teacher candidates in random classrooms to "clock" as many field hours as possible. Teachers and students in urban schools are often overwhelmed with requests by universities to place their teacher candidates in short, limited, and unsupervised field experiences (Darling-Hammond, 2010) .
Teacher candidates, mostly made-up of white university students that are not from urban communities, often buy into the stereotypes and misinformation surrounding urban youth, mostly students of color (Sleeter, 2008; Gay, 2000) . In an attempt to get a mostly white and suburban pre-service teacher pool acclimated to multicultural schools and neighborhoods, there have been teacher preparation programs that have implemented urban field experiences that are often poorly planned and supported; which tend to reinforce stereotypes and amount to "spectacles" where teacher candidates get to "view the exotic" then travel back home to their comfortable confines of the suburbs while padding their resumes.
The placement of pre-service teachers in many PK-12 schools results in teacher preparation programs using limited resources that often go undercompensated and/or unreimbursed, and at times unappreciated. Pre-service teachers frequently enter their field experience bearing large checklists of tasks they need to perform (i.e. interview students and teachers, review classroom textbooks, collect copies of syllabi and assignments, etc.), given to them by their professors-most of whom have never met with classroom teachers in advance (Zeichner, 2012; Zeichner, 2010) . Little regard is given to the extra-time and effort it takes teachers to organize these tasks and mentor candidates-all in an age of mounting demands placed on teachers like high-stakes testing and accountability measures (Kopkowkis, 2008) .
Teachers, especially, those working with our most vulnerable PK-12 students, should not be fatigued and worse-off for having volunteered to help their local universities prepare the next wave of educators. Nor should PK-12 teachers have to jeopardize the learning of their students in order to advance the preparation of pre-service teachers. Instead of having to choose between their own students' learning and the preparation of pre-service teachers, we believe university-based teacher preparation programs can engage in mutually beneficial partnerships that both advance PK-12 student learning while preparing the next wave of skilled and competent teachers our society desperately needs. Knowing that a transformation away from outdated and ineffective field placements and towards university-school partnerships was needed, we set out to design and study a "lived-in" model to teacher preparation.
Intensive clinical education, which benefits all involved community partners, has been a foundational element in the medical professions. Through well-supervised opportunities for university students to gain and apply learnings (Fairbrother, Nicole, Blackford, Nagarajan, & McAllister, 2016 ). This approach is emerging in teacher education as requirements for accreditation include intensive clinical experiences (CAEP, 2013) . Campus
Mentors is one such approach that includes a win-win partnership between a local education agency and a university to assist at-risk youth (Washburn-Moses, 2014) . A multi-year study found the program to be mutually beneficial and effective in helping to prepare pre-service teachers for success in the teaching profession, while also helping to improve the academic and social outcomes of elementary, middle, and high school students (Washburn-Moses, 2014). The Community Teaching Strand involved a similar approach where a local school district, its broad community members, and an area university partnered to promote community-based learning within teacher preparation. In this model, pre-service teachers were assigned to a local school, then, given well-supervised and intensive clinical experiences in order to gain valuable local community knowledge as to best meet the unique learning needs of its students.
However the program only lasted a few years (Zeichner, Bowman, Guillen, & Napolitan, 2016) . Guillen & Zeichner (2018) found that more research is needed on how to both build and sustain these win-win partnerships between local schools and pre-service teacher preparation programs.
It is all too common to hear university students and in-service teachers criticize teacher preparation faculty and their programs for living in their ivory towers, and being out of touch with the needs of teachers in today's classrooms (Giles & Moore, 2006) . The lack of sustained and meaningful experience in schools working with students and teachers leads educators to consistently criticize teacher preparation programs as being "too theoretical" and neglecting to provide pre-service teachers with frequent and supportive PK-12 classroom experiences, tools, and strategies that improve educator practice and PK-12 student learning. Thus, more than three in five education school alumni report that their teacher preparation program did not prepare them for "classroom realities" (U.S. Department of Education, 2011). It was Sir William Osler (1901) that noted, "He who studies medicine without books sails an uncharted sea, but he who studies medicine without patients does not go to sea at all." This lack of commitment to teaching as a profession of practice fosters a gap between how teachers are trained and what schools actually need (NCATE, 2010) . In order to grow as an educator, teachers-well before student teaching/their culminating clinical experience-must be provided with sustained and supportive opportunities in schools that allow for meaningful interactions with PK-12 students, teachers, administrators, and even university faculty. The growing emphasis on educational philosophies and understanding education research becomes highly theoretical and undervalued without pre-service teachers having actual, concrete experiences with PK-12 students to draw from in their teacher preparation experience.
The leading national accreditor of teacher education programs, the Council for the unprecedented responsibilities educators are required to take on, the U.S. must dramatically transform teacher preparation (NCATE, 2010) ." This transformation must entail teacher preparation programs and their faculty prioritizing and investing in initiatives that allow teacher candidates the opportunity to learn and train alongside university faculty in schools. This call for "learning about practice in practice" (Ball & Cohen, 1999) and for closer collaboration between PK-12 schools and university teacher preparation program isn't new and reaches back to the early 20th Century with calls by the National Association of Directors of Supervised Student Teaching, now the Association of Teacher
Educators (Patterson, McGoech, & Olson, 1990) . In fact, it was John Dewey (1904/1965) that noted the promise of grounding teacher education in practice and the lives of learners. Several decades of research makes it clear that critical elements of professional teacher practice can only be learned in real classrooms under guidance from faculty mentors (Zeichner & Bier, 2015; Ball & Cohen, 1999; Hollins, 2015) .
Evolving out of the notion that subject-specific methods courses and their adjoining field placements, which usually come before student teaching/the 16 week practicum experience, could do more to get methods students in supportive, sustained, and mutually beneficial field placements (Kenyon, 2013; Passe 1994 ), and in turn could afford a rigorous, relevant, and differentiated curriculum to PK-12 students, Brad Maguth (Author 1) worked to locate models of teacher preparation that promoted strong collaboration and partnerships between schools and university teacher preparation programs. It was essential for this model to allow university methods professors to deliver on-site instruction and coaching to methods students, and to facilitate clear communication and interaction with cooperating teachers. This model also needed to embed teacher education in actual classrooms whereby university methods candidates plan, instruct, assess, and reflect with their methods professor for a sustained period of time in a real classroom, with real students. Finally, it was essential that this model advanced and put at its center PK-12 student learning.
In Practice: A Lived in Model to Teacher Preparation
Knowing that subject specific methods courses are at the core of advancing essential pedagogical content knowledge, it is essential for pre-service candidates enrolled in methods courses to engage in supportive, relevant, authentic, and rewarding field experience in real classrooms (Kenyon, 2013; Adler, 2008; Henning & Yendol-Hoppey, 2004; Toll, Nierstheimer, Lenski, & Kolloff, 2004; Passe, 1994) . Subject specific field experiences attached to and/or embedded in methods courses can play a significant role in laying an important foundation of pedagogical content knowledge before students move into full-time student teaching (Doppen, 2007 (Toll et al., 2004) .
As a result, university method learnings were "washed clean" or discredited by pre-service teachers as they advanced in their program. In order to avoid this washout and to better connect theory and best-practice, it was essential the methods professor spend significant time on-site delivering instruction, the professor have a direct, supportive, and trusting relationship with the cooperating teacher, and that methods students and faculty be embedded for sustained periods of time in the PK-12 classroom (Zeichner & Bier, 2015; Kenyon, 2013; Passe, 1994) . For all of these reasons, a "lived-in" model for teacher preparation was implemented in the spring of 2012 in Maguth's social studies methods course.
The authors had learned about this cost-free model to teacher preparation and its ability to reach those most vulnerable students through Foster & Nosol's (2008 to support the extra-ordinary efforts of teachers in helping help our nation's most vulnerable and often invisible students succeed. Foster & Nosol (2008) assert this model not only benefits PK-12 students, teachers, and administrators but provides an authentic and meaningful laboratory in which university faculty can work alongside teacher candidates in their teacher preparation. Zeichner & Bier (2015) reviewed research on university-based teacher preparation programs that situated teacher education in schools, and moved instruction into schools where faculty work side by side with practicing teachers to prepare candidates.
While research on these initiatives is scarce, Zeichner & Bier (2015) describe how urban teacher residency programs and certain methods and foundation courses at the University of Wisconsin have found success embedded teacher preparation in local public schools.
Drawing from numerous discussions with Hal Foster, as he's a colleague of the authors at a midsized Midwestern university, and using his book as a resource, Maguth decided to embed his twenty-three social studies methods students in one 10th Grade U.S. History class at an urban high school. Under this model, all teacher candidates enrolled in social studies methods (3 credit hours)
and its co-requite field experience (2 credit hours) were required to be on-site at an area urban high school Monday through Friday from 12:50 pm until 3 pm.
This requirement was similar to the requirement Hal Foster had for his Second- Table 1 .
Under this lived-in model, 10th grade teachers worked alongside university methods professors on-site in order to promote collaboration and sustain communication. On-site methods students researched and planned units of instruction for implementation in two periods (6th Block and 7th Block) in their teacher's classroom and in dedicated classroom space for the university methods students. In the first three weeks, methods students became acclimated to the school, built a strong rapport with high school students, were issued copies of the curriculum (i.e. exams, content standards, texts, etc.) and began the process of planning rigorous and relevant units which were vetted by their methods professor and the 10th grade teacher. In weeks four through sixteen, pre-service teachers took over all instructional responsibilities from the 10th grade U.S.
teacher for both blocks to implement their approved units. All units included an advanced curriculum that prioritized individualized instruction, small/well supervised group activities, and project-based learning. For more information on how this new lived-in model compared to the previously implemented traditional model at this university see Table 2 .
All 10th graders at this urban school are teamed, meaning that all 10th grade students on a team travel together from teacher-to-teacher. 10th grade teachers are afforded common planning time, and since they have the same students they are well positioned to reach across subject areas to discuss student performance and to plan and implement interdisciplinary units. The university methods 2) By week four, the candidates take full instructional responsibility for blocks 6 & 7.
3) Candidates put in groups of 2 -3 to plan and implement units. Must be approved by methods class, methods instructor, and cooperating teacher before implementation. Class reviews and provides feedback on group units. 4) On-site instruction by professor and cooperating teacher. 5) Candidates expected to build strong rapport with students, and teach every day.
professor and teacher candidates attend 10th grade team meetings when possible. In the past, social studies methods students and their professor have teamed with English Language Arts university methods students and their professor (who have also engaged in this lived-in model) to plan and implement 10th
grade interdisciplinary units (in Global Education and STEM) at the high school.
At the beginning of the semester, methods students become familiar with the primary goals and principals of the lived-in model.
These include: 1) Focusing on developing "strong" high school students (providing an advanced and meaningful curriculum, pushing/motivating students, etc.);
2) Engaging in long-term, sustained relationships with high school students (rapport building, making the invisible student visible, fostering individualized instruction, strengthening teacher-student relationship, etc.);
3) Reflecting on the quality of instruction provided to high school students and adjusting the project where/when necessary to meet the needs of 10th graders.
Throughout the semester university method students work with their peers in teams to plan, construct, implement, and reflect on instruction in their discipline. In the first week, methods students were presented with the required units to be implemented, as selected in consolation with the 10th grade teacher. In the social studies, 2 -3 students are assigned to a unit, and these two week units in- grade students in class each day. 10th graders frequently worked individually and in small groups with methods students, which allowed for differentiated and individualized instruction-all of which would be more difficult with just one teacher delivering whole class instruction. 10th graders looked forward to seeing and working with their university social studies methods students, and at times, rich trajectory changing relationships with the secondary students were forged.
After one year of implementing this lived in model to teacher preparation, Maguth frequently observed the significant impact it was having on 10th grade students-some of whom were the most academically vulnerable. While on site, it was commonplace for 10th graders in our U.S. History class to approach Maguth (the methods course professor) to tell him how a university methods student inspired them, taught them, and made a difference. The 10th grade U.S. 2) How did those 10th grade students receiving the treatment compare with those 10th graders that did not participate in regard to overall GPA?
Research Methods
The authors collected data, in order to answer their research questions, from all 10th grade students at the high school-those students being taught and mentored by the university methods students; or, those, receiving the treatment, and those not receiving the treatment. In particular, the authors collected data through the administration of a Social Emotional Factors survey. This survey instrument was pre-approved by the high school and frequently administered by the local school districts starting in spring 2013 to over 2500 high school students. The decision was made by the authors to use this pre-existing instrument and its accompanying fall 2013 data to determine what, if any, the impact of our lived-in model to teacher participation had on the social emotional health and performance of the 10th graders methods students we worked with. Furthermore, we collected and analyzed data through monitoring the first and second quarter GPA of all 10th graders.
Data Analysis

Social Emotional Variables
Research indicates that students' social, emotional, and psychological attitudes and beliefs toward school can play a profound role in short and long term academic performance and trajectories (Yeager & Walton, 2011) . Interventions that are sustained and persuasive and focus on better understanding students' thoughts, feelings, beliefs, and self-worth can lead to large student academic gains and achievements (Blackwell, Trzesniewski, & Dweck, 2007; Walton & Cohen, 2007 Period 7), we focused on getting to know the 10th graders individually in order to make them feel safe, encouraged, and appreciated. At its core, we believed that these rich 1:1 relationships of university students with secondary students would help make instruction personally relevant, and provide for the individualization of instruction-all leading to student success.
In order to better understand the influence of this project on 10th graders' social emotional health, in particular, their attitudes and perceptions towards school, a survey was administered three times in the fall semester of 2013 (beginning, middle, end) to all 10th grade students. It was determined that the results of this survey would be categorized into those 10th graders being mentored and taught by university methods students in 6th and 7th block (university assisted-UA/treatment group) and those 10th graders not receiving the treatment (secondary students in other blocks/control group). After this categorization, trends, themes, and discrepancies were identified across both groups. The Student Motivation Factors influence student identity, motivation, and achievement at school. These two categories and their subcategories, or, factors (nine total), which were used to write instrument items, are discussed more below:
Climate Perception Factors 1) Academic Press-Centered on educators challenging students and setting high expectations for performance.
2) Academic Support-Centered on educators providing students with the assistance and help they need in order to be successful in school.
3) Positive Peer-Relationships-Centered on creating a favorable classroom en- 2) Self-Efficacy-Centered on students' belief that they can learn and succeed in class if they work hard and study.
3) College-Going Identify-Centered on students' desire to attend college/post-secondary instruction.
4) Future Self-Centered on students having a plan for what they want to do in the future following high school graduation, and they look forward to a successful future.
5) School Value-Centered on students understanding how their success in school aligns to their future goals and aspirations. Each 10th grade homeroom teacher (8 total) received a packet that included pre-labeled surveys for their students to complete. There were 236 10th grade students enrolled, and 213 10th graders participated in all three rounds of surveys (90% response rate). Across 6th and 7th block, the 10th grader response rate was 80% (31/39). Each survey had a student's name, class period, and corresponding teacher's name pre-printed. Pre-printed directions were provided to the teacher that they were asked to share with students before their completion of the survey. Students were directed to decide how true each statement was for them on a Likert-type scale (1 = Not true at all; 6 = Very true for me). Students completed the surveys in approximately 10 minutes. After all students completed the survey, the teacher placed them in a provided envelope, sealed them, and returned them to the researchers.
Survey responses were collected and sorted according to time, such that the first survey was administered at Time 1 (September), the second at Time 2 (late October) and the final at Time 3 (December). Individual students were matched across time periods so that only students who participated in surveys before, during and after the experiment were included in analyses. Students were coded according to group membership (e.g. UA treatment vs. control).
General Linear Modeling was used to determine the effects of university collaboration on student social emotional changes over time. Each factor from the student survey was entered as a dependent variable, with Time entered as a fixed factor and group membership entered as a random factor. Program effects were determined by analyzing the interaction effects of group membership by time. Responses for the control group and experimental group were compared across the two categories and nine factors with special attention towards trends, themes, and discrepancies.
Academic Achievement Variable
Grade point average (GPA) was used as a global assessment of student aca- were extracted from the student information system at the end of the first quarter (early October) and second quarter (early January) of the school year. University methods students began instruction when approximately 75% of the first quarter had already passed, and it was assumed to be unassociated with student achievement during that marking period.
The dependent variable of academic achievement in the analysis was second quarter GPA. Hierarchical multiple linear regression modeling was used to study the effects of the project, after controlling for first quarter GPA. First quarter GPA was entered as an independent variable in the first block. Group membership was entered in the second block (1 = UA treatment group; 0 = control group). GPAs for the control group and UA treatment group were compared with special attention towards trends, themes, and discrepancies.
Findings
Based upon collected data, 10th grade students mentored, tutored, and taught by the university methods teacher candidates in English Language Arts and U.S. 2) Statistically significant effect of program participation on second quarter GPA, after controlling for initial GPA. Students who did not receive the treatment experienced declines in overall GPA while those students that did receive the treatment maintained or increased their overall GPA.
Finding 1: Social Emotional Health
After controlling for initial levels of the factors via a pre-experimental survey (round 1 in October), students in the experimental condition reported gains across all nine factors, with there being statistically significant outcomes in four factors: Academic press, academic support, sense of safety, and in peer connections (see Figures 1-4 ). This suggests that 10th grade students in the university collaboration sections (6th and 7th Block of U.S. History) experienced large gains not experienced by those 10th graders not being mentored by university methods students. There were statistically significant differences between 10th graders in the experimental and control groups on two student motivation variables at Time 1 (mastery orientation and school value), such that students in the experimental condition began with higher levels, compared with students in the control conditions. These differences remained statistically significant across the experiment (see Table 3 ). Finding 2: Academic Performance Students in the UA treatment group maintained a consistent GPA throughout the semester. In contrast, the comparison group GPA declined on average. Results of the regression analysis indicated a statistically significant effect for first quarter GPA (B = 0.996, p < 0.001) and also for membership in the experimental group (B = 0.189, p < 0.01). Findings indicate that students receiving the treatment were 2.5 times more likely to earn higher GPAs than the control group in the second quarter. In particular, 10th graders being mentored by the social studies methods students maintained a consistent average GPA throughout the semester, while those high school students in the control group demonstrated an average GPA decline (see Table 4 ). 
Limitations
While we believe these findings provide significant insights into a lived-in model to teacher preparation, we believe it's also important to report limitation of these findings. First, since both social studies and English Language Arts methods students were working with the same 10th graders (Block 6 & 7), it is hard to disaggregate which group had the greatest influence on the overall academic performance (i.e. GPA) and socio-emotional performance of secondary students.
In future research, we would recommend localizing student grades and attendance in each subject area and period as core sources of data.
Second, this study was dependent upon self-reported student data when administering the social emotional survey. While this approach is a cost-effective strategy in collecting data on large samples, collected data is limited in that it is dependent upon youth understanding what each item is asking and their providing honest, accurate answers (Austin, Gibson, Deary, McGregor, & Dent, 1998) . Finally, while the study reports findings on the impact of 10th graders participation in a lived-in model to teacher preparation, it is difficult to disaggregate how much student growth is attributed to strong academic support offered by methods students versus other outside variables and factors.
Implications
This study provides insights into an under theorized, yet, significant area of inquiry for practitioners and researchers in teacher education-field and clinical experiences (Adler, 2008; Henning & Yendol-Hoppey, 2004; Passe, 1994) . This lived-in model to teacher preparation enhanced secondary students' attitudes and perceptions towards school while also demonstrating statistically significant gains in GPA. Those 10th graders not mentored by university method students were 2.5 times more likely to experience GPA declines from 1st to 2nd quarter enrichment activities to extend the learning of 10th graders in each unit. This was possible in part due to the critical mass of well-prepared methods students that engaged in rapport building and in on-site instruction. While mentoring and teaching 10th grade students, methods students also benefited in their learning the importance of building rapport with high school students, the importance of flexibility and good planning, and of the overall unpredictable nature of schools.
The results of this study may be useful for teacher preparation programs looking to re-align their programs to the recently adopted CAEP Accreditation Standards (CAEP, 2013) which demand more embedded teacher preparation programs in PK-12 schools. We see this happening in two ways. First, moving away from ineffective field placements that only benefit teacher preparation programs that leach onto area schools and teachers for the sole purpose of helping teacher candidates clock field hours. Instead, under this model, teacher preparation programs are encouraged to create and sustain mutually beneficial partnerships with area schools that benefit not only the universities, but the schools and students they partner with. Partnerships that place PK-12 student success at the center while allowing for university method students to engage in meaningful opportunities to practice mentoring, tutoring, and teaching real students must be at the forefront of innovative and successful teacher preparation programs. As evident in the results of this study, sustained and repeated exposure of methods students-under the direct, on-site supervision of their methods professor-helped 10th graders academically and improved their attitudes and perceptions towards school. In fact, in anticipation of the holiday break, towards the end of the first semester, the control group demonstrated a somewhat common decline in academic achievement (i.e. GPA) whereas those 10th graders mentored by the university methods students seemed "inoculated" against this honeymoon period.
Second, we see this "lived-in" model to teacher preparation as a low-cost and highly effective way for teacher preparation programs to leverage their assets in assisting area schools in meeting the needs of their students-or what Foster (2008) calls making the invisible student visible. Such a model to teacher preparation, one that is committed to ensuring PK-12 student success while teacher candidates receive the experience and learning opportunities necessary to emerge as effective practitioners, allows for teacher preparation programs to become part of the solution instead of part of the problem.
Conclusion
The placement of university methods students in the field can tap into limited school resources and become burdensome for PK-12 educators (Zeichner, 2010) .
All too often in-service teachers and school administrator are left with a bad taste in their mouth when taking-on pre-service teaches, as they have to sacrifice precious time and resources that often go uncompensated, rewarded, or appre- and methods yet this area of inquiry is significantly under explored (Adler, 2008; Henning & Yendol-Hoppey, 2004; Passe, 1994) . In this manuscript, we detailed and described the benefits of a lived-in model to teacher preparation. This approach embeds university method coursework and its adjoining field experience in an actual classroom for a sustained period of time whereby university faculty works with teacher candidates on-site to plan, assess, implement, and reflect on the quality of instruction. Moreover, all parties (methods professor, school teacher, pre-service candidate) prioritize and put at the center PK-12 student learning.
This study finds that our lived-in model to teacher preparation advanced the socio-emotional health and academic performance of the secondary students we mentored and taught. 10th graders we worked with demonstrated statistically significant gains when compared against the group not receiving this treatment in the areas of Academic Press, Adult Support, Positive Peer Relationships, and
Sense of Safety. Since there was close to a 1:1 pairing of 10th graders to methods students, we were able to individualize instruction and build a supportive, caring, and differentiated learning environment. Furthermore, because of the strong relationship and rapport created between university methods students and secondary students, those 10th graders we mentored were 2.5 times more likely to earn higher GPAs than those not receiving the treatment in the second quarter. In particular, 10th graders being mentored by the methods students maintained a consistent average GPA throughout the semester, while those high school students in the control group demonstrated an average GPA decline.
Future research is necessary in this underexplored area of study. In particular, we are interested in whether prolonged exposure to university methods students' mentorship would lead 10th graders to meeting more of the nine socio emotional factors, and/or to greater statistically significant gaps between the treatment and control groups. Additional research is also needed to better understand the ways in which methods students' participation in a lived-in model to teacher preparation influences their perceptions, understandings, skills, and readiness.
The field could benefit greatly from more practitioner-based accounts of successful ways teacher preparation programs have organized lived-in models to bolster teacher preparation, yet, also bolster PK-12 student performance. These accounts should highlight the perspectives of in-service teachers, university methods professors, and PK-12 students.
This research study finds that a lived-in model to university methods field partnerships, that prioritizes and puts at its center PK-12 student learning, can offer PK-12 students an individualized, supporting, welcoming, and caring learning environment-all important factors in bolstering students' academic performances. While high school teachers benefit from the additional support offered by university students and their professor, university methods faculty and their students benefit from the opportunity to plan, implement, and reflect on actual experiences with students in real classrooms while teaching. Such mutually beneficial models can go a long way in making teacher preparation programs a part of the solution.
